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Abstract 
School violence on ethnic or racial grounds is a relevant problem in culturally diverse educational contexts. The purpose of this 
study was to identify the types of ethnic violence experienced by indigenous Mapuche adolescents at school. The study is 
qualitative-descriptive in design. The subjects of the study were 60 students from the Araucania Region of Chile. Results show 
three main modes of perceived school violence on ethnic grounds. All the modes of school violence found displayed underlying 
derrogatory attributions of ethnic prejudice towards indigenous students, and constituted a perpetual cycle of mistreatment 
towards ethnic groups in the school.  
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1. Introduction 
The various manifestations of school violence have increased significantly in recent years, with alarming figures 
being reported worldwide. The indications of its high prevalence have placed it as one of the main problems in 
educational contexts at the national and international level, constituting a concern for teachers, school leaders, 
teachers, researchers, politicians and public institutions (Berger, 2011; Perez, Astudillo, Varela & Lecannelier, 
2013). 
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The urgency of the need to address school violence is based both on indicators of its high prevalence, as well as 
on the growing and consistent evidence regarding the negative impact that the dynamics of school violence have on 
educational communities, and on students whose participation is that of victims, perpetrators and witnesses of 
violence at school. 
Studies on the subject suggest that the roles that each participant can take on in school violence are varied: 
victim, victim advocate, aggressor, assailant enhancer, assistant aggressor, and provocative victims or bully-victims 
(Olweus, 2002; Orpinas & Horne, 2006; Raine et al., 2006; Solberg, Olweus & Endresen, 2007). The latter represent 
aggressive people who are rejected because of their characteristic hostility, they themselves becoming victims as 
well as perpetrators. In a violent relationship, roles can be interchangeable and mutate dynamically presenting 
different results, as referenced by Potocnjak, Berger & Tomicic (2011) "the one who assaults or frightens others 
may become respected, feared, admired or victimized" (p. 45). Studies suggest that this depends on a series of 
individual and group elements. At a personal level, influential elements include the popularity of the student, their 
social skills, their ability to make friends, physical appearance and personal achievements. At the group level, a 
group attitude of belonging is influential (Potocnjak, Berger & Tomicic, 2011). It should be noted that the attitude of 
the peer group depends on the ability to provide a healthy school environment, where attitudes such as tolerance, 
respect, mutual appreciation and proper treatment of others are promoted in students and classes throughout the 
educative process. 
Related studies show an abundance of experiences and programs that intentionally promote the process of the 
formation of peer social skills, where the group attitudes change and become positive in favor of a more healthy 
school environment (Orpinas & Horne, 2006), allowing for the class itself to become an excellent "regulator" or 
"social safety mechanism" for non-violence. Additionaly, it is necessary to mention that in most schools "urgency 
motivates introducing various initiatives and interventions that unfortunately, are most often not reported, much less 
evaluated. Thus, knowledge is not acquired as to what kind of strategies and interventions have an impact in 
reducing school violence and promoting positive relationships and proper treatment of others at school" (Berger, 
2011, p.3). 
Reducing school violence requires recognizing that this is a complex, dynamic and multi-causal phenomenon 
(Tijmes, 2012; Berger, 2011). The consequences and the negative impact of violence in school are associated with 
anxiety, depression, decreased self-concept and self-esteem, psychological and/or social distress, lack of motivation, 
concentration problems, truancy and antisocial behavior (Seaton, Neblett, Cole, & Prinstein, 2013; Brown & Chu, 
2012; Berger, 2011; Seaton & Yip, 2009; Mesch, Turjeman, & Fishman, 2008) 
The present investigation recognizes school violence and its various modes of manifestation as a problem that 
occurs in the educational environment that must be reversed in favor of the promotion of a school culture of proper 
treatment of one another. The various manifestations of violence in the school environment are expressed from 
subtle or covert ways to overt and explicit ways, making themselves present through forms of verbal or physical 
aggression, to forms of psychological violence, all of which, in school contexts of cultural diversity, can be 
associated with forms of ethnic or racial violence. Ethnic discrimination and exclusion among peers represents a 
form of violence or social abuse on ethnic grounds at school, associated with socio-emotional, cognitive, behavioral 
and identitary consequences in students (Corenblum & Armstrong, 2012; Brown & Chu, 2012; Becerra, 2011; 
Smith, Atkins & Connell, 2003; Lysne & Levy, 1997). 
In Latin America, and worldwide, there is a need for schools and classrooms to be recognized as culturally 
diverse spaces which have progressivly started to see a significant number of indigenous and immigrant students 
become part of urban, traditionally taught schools. Currently, the vast majority of ethnic groups and indigenous 
peoples live through the migratory process of moving from their home communities to urban centers, where their 
children and adolescents are integrated into traditionally taught schools. 
The school environment then becomes a culturally diverse space that requires that its members develop an 
inclusive culture, endowed with a mindset that mobilizes management processes and practices of coexistence that 
promote respect, appreciation and healthy  relationships between all students (Orpinas & Horne, 2006). Educating 
for peaceful intercultural coexistence implies formulating pedagogically inclusive proposals and initiatives (Arnaiz, 
2011) that address the need to teach respect and appreciation of cultural diversity, uprooting from the educational 
space, any manifestations of ethnic prejudice, discrimination and social exclusion. In this aspect, the school should 
value diversity as an opportunity which promotes interethnic contact and in which learning to live with cultural 
differences is key. It has consistently been found that the specific educational programs based on the enhancement 
of interethnic contact reduce stereotypes and levels of prejudice (Rudman et al. 2001 cited  Falanga, De Caroli & 
1540   Sandra Becerra et al. /  Procedia - Social and Behavioral Sciences  197 ( 2015 )  1538 – 1543 
Sagone, 2014). 
Several investigations do indicate however that schools and educational systems in general, have contributed 
significantly to the development of feelings of exclusion and social inequality through discriminatory and 
exclusionary practices (Merino, Mellor, Saiz & Quilaqueo, 2009; Becerra 2011). Chile, as part of Latin America, 
has ignored the intercultural character of its population by not implementing peaceful coexistence training plans that 
promote appreciation of cultural diversity, respect for all, and healthy relationships. School violence and 
discrimination against indigenous or immigrant students in school is a problem that worries teachers, parents and 
students from Latin America and the world, constituting one of the most common forms of abuse and social 
exclusion in the school context and which must be avoided. 
The purpose of this study was to identify the types of school violence on ethnic grounds that indigenous 
adolescents in secondary education in educational contexts of cultural diversity face. 
 
2. Metodology 
 
2.1. Participants 
 
The subjects of the study were 60 students (30 female and 30 male) between 13 and 16 years old, from four high 
schools in the Araucania Region in Chile. The selection of the participants considered three criteria for inclusion: 
that they attend schools with a high Mapuche indigenous population (approximately 50%), that they be currently in 
first or second level of secondary education, and exhibit regular attendance to class (above considered 80%). 
Care was taken in order to make sure that the group was equal in terms of indigenous and non-indigenous 
students (50% direct indigenous descent with first or second Mapuche surname, and 50% of non-indiginous origin). 
This contributes to further the understanding of the phenomenon under investigation. In addition, the reports of two 
or more observers avoids the bias that a single data source could produce, and also allow more reliable conclusions 
to be reached (Denzin, 2006). 
 
2.2. Techniques 
 
Two techniques for data collection were used: focus groups and semi-structured interviews. Both techniques were 
previously validated through judgments of experts and a pilot application. Eight focus groups composed of 50% 
indigenous students and 50% non-indigenous students were carried out (4 focus groups with students of lower 
secondary education and 4 with students from upper secondary education). In addition, in order to deepen insight 
into the topics, 28 semi-structured interviews with key informants (14 indigenous students and 14 non-indigenous 
students) were chosen from those more verbally productive students according to the depth of their responses in the 
focus groups. The techniques were implemented during school hours and on school grounds in a separate room 
which was isolated from any intervening variables. They were recorded on audio for transcription. Admission to 
schools was made possible with prior approval and consent from the director of each establishment. The student 
participation was voluntary and safeguards such as ethical standards of confidentiality and signed informed consent 
were implemented. The adoption of ethical standards for the study was obtained from the Ethics Committee of the 
Catholic University of Temuco. 
 
2.3. Data analysis 
 
For the qualitative analysis of the data, an open, axial and selective coding method with support from Atlas/ti 6.1 
software was used. This was done through the development of conceptual categories that relate through propositions 
in order to form the theory. A constant comparative method was the basis for the data analysis. Accordingly, the 
traditional qualitative method of Grounded Theory (Strauss & Corbin, 1997) was used for the analysis and 
interpretation of data. In this regard, it is important to refer to methods and procedures as theoretical sampling, 
theoretical saturation, coding and constant comparative method. To increase the validity of the information obtained, 
triangulation by data source (based on indigenous and non-indigenous students) was implemented, as well as   
triangulation through the use of individual techniques such as semi-structured interview and focus groups (Flick, 
2004). The data analysis plan was rigorously analyzed in order to validate information through the strict criteria of 
credibility, dependability, and confirmability. 
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3. Results 
 
The data analysis revealed three main types of school violence on ethnic grounds that indigenous adolescents in 
secondary schools within educational contexts of cultural diversity face: physical violence, psychological violence 
and discrimination (violence by social exclusion). 
The findings emerge from the coding of primary documents (semi-structured interviews and focus groups), 
creating the following conceptual network: 
 
Figure 1. Network types of school violence on ethnic grounds 
 
 
 
 
 
 
Firstly, student say forms of physical violence are represented mainly through actions such as 'ridiculing 
through jokes' and ‘verbal punches with a playful tone', leaving the student in a victimizing situation that is 
uncomfortable and conveys inferiority. This is represented in quotes like the following: 
"Sometimes my classmates jokingly push me to hurry, because they think I'm lazy ... or hide my things, 
and laugh because they think I do not realize that they have hidden my stuff..." (Interview Num. 18, male 
student, 15 years, rtf [76:76]). 
In second place, the forms of psychological violence are depicted through actions such as  'degrading 
nicknames’, 'indirect derogatory remarks', 'direct stereotypical offenses' and a 'contemptuous attitude’. All the 
forms of psychological violence mentioned are comprised of offensive interactions towards indigenous students, 
which characterize or promote certain cultural attributes in a stereotypical way.  
It is noteworthy that using 'degrading nicknames' represents the most common form of psychological violence. 
It is based on the use of nicknames or pseudonyms, which are offensive or humiliating to the indigenous student, 
and make reference to physical, cognitive and social-emotional characteristics that, to the antagonist, communicate 
disability or inferiority. This is exemplified in the following quote: 
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"And as a joke my classmates have for some years called me ‘cowlick’ or 'hard hair lock' because I have 
straight hair and even if I comb it, it is still the same..." (Interview Num. 04, male student, 16 years, rtf 
[92:92]) . 
 
Likewise, due to its high saturation, a ‘contemptuous attitude’ stands out as a form of psychological violence that 
represents those interactions that communicate and externalize low esteem or underestimation of the characteristics, 
qualities and abilities of indigenous students. This is represented in quotes like the following: 
"... The others girls always choose among themselves, because they look down on us, because they have 
better grades, or because they are more popular ... they feel ‘cooler’ than us .." (Interview Num. 15, female 
student, 14 years, rtf [65:65]) 
Thirdly, the presence violence through social exclusion (discrimination) is found and is represented by two main 
categories: 'relational disinterest' and 'social distance'. These modes of relating to one another are frequently found 
between indigenous and non-indigenous peers. Social exclusion violence can develops from subtle forms to more 
explicit ones. 
The most common mode of social exclusionary violence towards indigenous students in school is represented 
through 'social distance’, which refers to the student’s perception of being subject to acts of segregation, 
discrimination or rejection by his or her peers, solely because they are Mapuche. This is exemplified in the 
following quote: 
"... for example, you approach a group where they [the girls] are talking, and they pretend to have to do 
something else and run away, or go to another place, or they stop talking about what they were talking 
about ... and it makes you feel bad ... "(Interview Num.9,  female student, 15 years, rtf [83:83] 
The category 'social distance' is understood as an active way of distancing interaction between students, based 
on the 'perception that indigenous students are deficient in some way'. This is evidenced in the association of 
attributes represented by the codes ‘deficient lifestyle conditions’, ‘low academic achievement’, ‘irresponsible 
attitude',  and 'attitude of passivity and laziness'. 
The results and narratives of the participants show that the modes of interactional discussed represent different 
ways in which violence is present in school. This violence affects the school environment in contexts with a high 
indigenous population. At the same time, it highlights the need to promote non-violent environments and respectful 
co-existence with all types of cultural diversity present in the classroom. 
 
4. Discussion 
 
The study reveals that there are various types of ethnic violence that indigenous adolescents in secondary 
education in educational contexts of cultural diversity face. These range from forms of physical violence, to 
psychological violence and social exclusion. 
It is revealed that the various forms of violence occurring in schools are associated with mainly negative beliefs 
and stereotypes that non-indigenous student have about their Mapuche peers.  This manifests in both subtle and 
overt forms of ethnic prejudice against peers (Pettigrew & Meertens, 1995; Becerra, 2011). Consistently, the study 
verifies that all the modes of school violence found displayed underlying derrogatory attributions of ethnic prejudice 
towards indigenous students, and constituted a perpetual cycle of mistreatment towards ethnic groups in the school. 
Results show that the roles of participants in active ethnic violence are dynamic and evolving. While indigenous 
students who assume a victim role may mutate into more aggressive circuits becoming then the aggressor, those non 
indigenous violent actors may become admired, feared or victimized on the part of his indigenous and non-
indigenous classmates. These outcomes are consistent with previous studies in the literature (Potocnjak, Berger & 
Tomicic, 2011). In a similar way, those students who take a passive and observing role may mutate into an 
aggressive attitude as a result of  learned behaviors in his class environment. 
The authors suggestion is that schools take care to develop inclusive cultures, mobilizing management processes 
for healthy co-existence that promote respect and proper treatment of all students. In particular, in order to 
discourage the development of ethnic violence in school, one solution would be to encourage the development of 
specific educational programs based on the enhancement of interethnic contact (Falanga, De Caroli & Sagone, 2014) 
and on educationally inclusive and intercultural approaches (Essomba, 2010) that promote valuing cultural diversity 
in the classroom and recognizing it as an opportunity and priviledge within the educational environment. 
 
1543 Sandra Becerra et al. /  Procedia - Social and Behavioral Sciences  197 ( 2015 )  1538 – 1543 
Acknowledgments 
 
We acknowledge research grants DGIUCT 200953 (General Direction of Research at Universidad Catolica in 
Temuco-Chile, and CONICYT- FONDECYT 11090021 (National Commission for Scientific and Technological 
Research - National Fund for Scientific and Technological Development- Chile), which financed the current study.  
 
References 
 
Arnaiz, P. (2011). Luchando contra la exclusion: buenas practicas y exito escolar. Innovacion Educativa, 21, 23-35. 
Becerra, S. (2011). Values of equity and acceptance in the school environment in indigenous contexts. The case of teachers’ ethical prejudice 
against Mapuche students in Chile. Revista de Educacion, Numero Extraordinario, 163-181. 
Berger, C. (2011). Introduccion a la Seccion Especial: Violencia Escolar. Psykhe, 20(2), 02-05. 
Brown, C.S. & Chu, H. (2012). Discrimination, ethnic identity, and academic outcomes of Mexican immigrant children: The importance of 
school context. Child Development. 83(5), 1477–1485. doi: 10.1111/j.1467-8624.2012.01786.x 
Chaux, E. (2013). Violencia Escolar en Bogota: avances y retrocesos. Bogota: Universidad de los Andes.  
Corenblum, B., & Armstrong, H.D. (2012). Racial-ethnic identity development in children in a racial-ethnic minority group. Canadian Journal of 
Behavioural Science, 44(2), 124-137. doi: 10.1037/a0027154 
Denzin, N. (2006). Sociological methods: A sourcebook. (5th edition). New Brunswick, N.J.: Aldine Transaction. 
Essomba, M.A. (2010). Leading intercultural and inclusive schools. Barcelona: Editorial Grao,. 
Falanga, R., De Caroli, M. E., & Sagone, E. (2013). The Relationship Between Stereotypes and Prejudice Toward The Africans in Italian 
University Students. Procedia - Social and Behavioral Sciences, 159, 759 – 764. 
Flick, U. (2004). Introduction to qualitative research. Madrid: Ediciones Morata. 
Lysne, M., & Levy, G.D. (1997). Differences in ethnic identity in Native American adolescents as a function of school context. Journal of 
Adolescent Research, 12, 372–388. doi: 10.1177/0743554897123007 
Merino, M-E., Mellor, D., Saiz, J-L., & Quilaqueo, D. (2009). Perceived discrimination amongst indigenous people in Chile: Some comparisons 
with Australia. Ethnic and Racial Studies, 32, 802-822. doi: 10.1080/01419870802037266 
Mesch, G., Turjeman, H., & Fishman, G. (2008). Perceived discrimination and the well-being of immigrant adolescents. Journal of Youth and 
Adolescence, 37(5), 592-604. doi: 10.1007/s10964-007-9210-6 
Olweus, D. (2002/1993). Bullying at school: What we know and what we can do. (7ª Reimpresion). Oxford, Reino Unido: Blackwell. 
Orpinas, P. & Horne, A. M. (2006). Bullying prevention: Creating a positive school climate and developing social competence. Washington, DC: 
American Psychological Association. 
Perez, C., Astudillo, J., Valera, J., & Lecannelier, F. (2013). Evaluacion de la efectividad del programa vinculos para la prevencion e intervencion 
del Bullying en Santiago de Chile. Revista Semestral da Associacao Brasileira de Psicologia Escolar e Educacional, 17(1), 163–172. 
Pettigrew, T. F., & Meertens, R. W. (1995). Subtle and blatant prejudice in western Europe. European Journal of Social Psychology, 25, 57-75. 
Potocnjak, M., Berger, C., & Tomicic, T. (2011). A Relational Approach to School Violence Among Peers in Chilean Adolescents: Adolescent 
Perspective About Intervening Factors. Psykhe, 20(2), 39–52. 
Raine, A., Dodge, K., Loeber, R., Gatzke-Kopp, L., Lynam, D., Reynolds, C., Liu, J. (2006). The Reactive-Proactive Aggression Questionnaire: 
Differential correlates of reactive and proactive aggression in adolescent boys. Aggressive Behavior, 32, 159-171. doi:10.1002/ab.20115 
Seaton, E., Neblett, E., Cole, D., & Prinstein, M. (2013). Perceived discrimination and peer victimization among African American and Latino 
youth. Journal of Youth and Adolescence, 42(3), 342-350. doi: 10.1007/s10964-012-9848-6 
Seaton, E., &  Yip, T. (2009). School and neighborhood contexts, perceptions of racial discrimination, and psychological well-being among 
African American adolescents. Journal of Youth and Adolescence, 38(2), 153–163. doi: 10.1007/s10964-008-9356-x 
Smith, E. P., Atkins, J., & Connell, C. (2003). Family, school, and community influences upon ethnic attitudes and relationships to academic 
outcomes. American Journal of Community Psychology,32, 159–173. doi: 10.1023/A:1025663311100 
Solberg, M. E. & Olweus, D. (2003). Prevalence estimation of school bullying with the Olweus Bully/Victime Questionnaire. Aggressive 
Behavior, 29, 239-268. doi:10.1002/ab.10047 
Strauss, A. & Corbin, J. (1997). Grounded theory in practice. London: Sage. 
Tijmes, C. (2012). School Violence and School Climate in Schools of Santiago, Chile, in High Vulnerable Social Contexts. Psykhe, 21(2), 105–
117. 
